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Teachers’ Innovations: A Preliminary Look at
Sources, Kinds, and Gross Effectiveness of Indigenous Classroom Innovation
Frederick F. Lighthall

The University of Chicago

In this paper I focus on & surprisingly unexarzined question: "Is there any such thing as
indigenous classroom innovation, and if so, what do such innovations look like?" The question is
posed against the context of a widespread assumption that the only effective means of changing
the content or process of classroom instruction in the nation’s schools is sweeping programmatic
change at the district, state, or national level. This context of indigenous change is captured in
metaphors regarding widespread practices of educational innovation and of research on
educational innovation: the metaphors of outside-inside and of top down. This paper focuses on
the view of educational innovation from the inside and from the bottom -- innovation, that is, at
the specific site, the classroom, where any educational improvement must reach if an effect on
students’ learning is to be observed.

Introduction

Improving schools by implementing innovations from outside schools does not touch
many schools. Outside-in improvement attempts also struggle against great obstacles to work
well in the relatively small number of schools they do touch. School improvement efforts have
taken three major paths. Societal changes bring about sweeping new constraints for schools, as
in the U. S. Supreme Court’s rulings and subsequent legal enforcement of school desegregation,
or as in Canada’s "inclusion" moves toward bi-lingual education. This kind of school change is
quite rare and touches only a circumscribed aspect of schooling, albeir throughout a society. A
second kind is more local, and is usually referred to as "school reform.” It typically focuses on
restructuring power in a large city’s school system or changing a state’s educational
requirements, geared to reorganizing the governance of education -- ¢.g., granting parents and
community more influence over curriculum decisions, allocating discretionary funds, and even

approving or rejecting school administrators. School ref orms may leave lasting structural
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changes -- like requirements of minimal competence and programs of testing in a number of
states in the U. S. But these changes at state or city levels often (typically?) undergo dilution
after their initial forms, reverting to carlier kinds and levels of practice. A third path to school
improvement is less political and still more local than the second. It focuses on specific
programmatic changes in self- or criterial-selected schools within school systems -- e.g.,
introduction of a new system of reading instruction, a new social studies curriculum, or a more
individualized mode of instruction. These efforts are described in terms like "innovation
aiffusion” and "implementation."

All three forms of school improvement originate outside of and remote from the school
practices and effects they are intended to change. Projects of "innovation implementation™ have
uniformly proceeded from outside schools: Planners in legislatures or burcaus of education or
universities have found this instructional weakness or that curricular gap, have collaborated with
experts to plan corrective programs, and have set about implementing them in "target” schools.
Political and educational "reforms" have aimed at more thoroughgoing restructuring of school
governance, have been fewer in numbcer, and have mostly failed to influence much that happens
in classrooms. We have learned that we can have new patterns of political participation without
changing curriculum or instructional effectiveness very much. The society-wide changes are
circumscribed and are also subject to resistance and subversion at regional and local levels.
Programmatic Innovation

Far more frequent, and more carefully studied, have been the programmatic innovations
aimed at specific educational practices: The programs, projects, and procedures of plannec
change. Intensive and extensive studies have been carried out on larger or smaller samples of
these innovition attempts. Lessons learned from these studies are summarized by Huberman
and Miles’ Innovation Up Close (1984) and in a recent paper by Milbrey McLaughlin (1990).
The main thrust of these lessons is captured by McLaughlin:

... the nature, amount, and pace of change at the local level was a product of

local factors that were largely beyond the control of higher-level policymakers...
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lmplementation dominates outcome [emphasis original] ... local choices aboul-

how (or whether) to put a policy into practice have more significance for policy

outcomes than do such policy features as technology, program design, funding

levels, or governmental requirements. mmwm.

smallest unit... What matters most to policy outcomes are local capacity and will

[emphasis added]. -- p. 12

McLaughlin concludes from her review of her own and other carlier research on school
improvement that instead of aiming to change practice, improvements ought to be aimed at
enabling practice, and that instead of focusing on specific practices they ought to take the longer
range view of "enabling practice within the presence of existing constraints” (p. 15). She makes
the distinction between acute and chronic ills:

... the problems addressed by current state-driven reforms or change agent

programs are not acute; they are chronic. Reform rneeds to be systemic and on-

going; special projects frame the problems of reform artificially and superficially

and so are limited in their ability ro significantly change educational practices. (p.

15).

Specific "enablers” that McLaughlin singles out, drawing on Fullan, Bennett, & Rolheiser-Bennett
(1989), are "institutional structures” that (1) "provide regular feedback about teachers’
performance,” (2) give teachers a voice in curriculum decision making, and (3) “promote
collegial interaction” (p. 15).

Yet each of these “enablers” is voiced as a "systemic” change that is to be brought about
from outside the schools, in the same "top-down" manner as the ecarlier efforts. Surely the
"systems" that nced changing, in McLaughlin’s view, have themsclves evolved in their current
form in response to "micro-level” realities. McLaughlin omits mention of how her own macro-
level perspective can come to operate as a micro-level reality in the minds and motives of local

school administrators and teachers.
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Indigenous Classroom Innovation
The present study was just a first foray, a pilot study. It examined a source of
classroom-level innovation to date virtually ignored in the literature of school improvement,
planned educational change, or school reform, namely, indigenous educational improvement by
teachers in their own classroom instruction and curricular offerings. A sample of classroom
innovations was sought, if such could be found, cach of which grew out of a teacher’s response
to an opportunity or problem feit by the teacher in his or her local situation. These innovations
would be not only teacher-initiated solutions to problems or opportunities felt by the teacher,
but also would necessarily be responsive to the particular conditions, resources, school policies,
and students facing the teacher. In short, the innovations sought would be polar opposites of
those characteristic of top-down, outside-in programs of school improvement on a number of
dimensions: relevance to the teacher’s goals; fit with teacher’s learning capacity and his or her
over-all cusrriculum; students’ level of learning; instructional and curricular resources; and
building policies and support. Examining each such innovation would give us one particular view
of the process of originating and modifying such innovations. Widely divergent settings were
sought to incorporate as many opportunities for finding innovations as possible and, among those
found, as many kinds and constraints as possible.
Method
An "innovation," for the purposes of this study, was defined as any instructional,
curricular, or other change a teacher reported making in the current year or in recent years. It
nced not be new to the world, to that school system, or even to that teacher’s school, but it had
PUT TABLE 1 ABOUT HERE
to be new to that teacher, a change in his or her mode of teaching in some way. Nor need
these innovations be the original creations of the teacher introducing them. They might, indeed,
be the teacher’s own creation, but they might also be begged, borrowed, or stolen. This

definition allowed the widest possible latitude of inclusion so that great initial variance couid
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Table 1

Distribution of Teachers by Schkools, Grade, and Subject

Moray —  Martinez —— Washington
Teacher Grade \ Subject Teacher Grade \ Subject Teacher Grade \ Subject
EG Kindergarten Cs 1 TT 1
EN 9-12: Shakcspeare NNY* 5: Math/Sci/Art LT 1
FC  10-12: Amer. Hist. ON* 5: Soc. St./Lan.Arts CcX Kindergarten
Dl 6-8: Soc. St. MK 1-2: Spec. Ed.

* - Teaching as a team in the same room, 47 students.
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then be set as a problem to explain.

Such innovations were described by 11 teachers who cither created the innovations or
introduced them into their classrooms. Table 1 provides the distribution of teachers by school,
grade level, and subject matter. The cells of Table 1 reflect the degree of diversity among
settings and teachers that I sought, conditioned by the willingness of teachers to be interviewed
(1 indicated 45 minutes to an hour; some teachers expended the interview to more, up to two
hours). The schools differ greatly. The Moray School is a private, racially integrated school,
from nursery school through grade 12, is associated with a university, and supports great teacher
autonomy and innovativeness. The Martinez School is a k-8 public clementary school in Chicago
with predominantly Latino students and a reputation for an orderly, partly traditional and partly
innovative staff. Martinez has very little student turn-over as a matter of school policy: with
few exceptions, students may enroll only at the kindergarten level. The Washington School is a
small school (10 teachers), from Pre-school to grade 4, in one of the most poverty stricken
towns in lllinois. Its population is virtually all working class, African-American. The town has
ncither a gas station nor a MacDonald’s and teachers estimate that at least half of students’
homes have no teiephone.

I interviewed all teachers personally, mostly in their classrooms, approaching them
directly in the Moray School and through their principals in the public schools. 1 indicated 1
was studying what they might be doing that was new for them this year, and handed tlicm a
three-page list of the kinds of questions 1 might want to ask them. Each interview was tape
recorded with promised anonymity, then transcribed. Innovation descriptions were then

examined for dimensions of analysis. This produced three major dimensions: (1) type, of which

six were identified; (2) source, of which five scemed sufficient; and (3) educational impact,
judged positive and fundamental, positive and peripheral, with no impact, or with negative
impact, with per cent of the class’s students affected. 1 also obtained icstimony of who the
prime sources of professional support were for the public school teachers. The central question

1 asked was some variant of "What are you doing this year that is new for you?" No teacher
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bad any trouble understanding what 1 was driving at, and most began immediately with some
specific description of materials and procedures. If not already indicated by them, 1 probed for
the number Jf children affected, the students’ responses to the innovation, the source of the
teacher’s idea of the innovation, the problem that the innovation seemed to solve or alleviate,
‘whose support for the innovation was needed, and then asked to see, if not already shown,
examples of the students’ work in relation to the innovation. Photographs supplemented the
taped interview.

Results
Types of Inpovations

The 11 teachers described 61 innovations in specific terms, cither pointing at the
evidence in their rooms or describing their procedures, timing, and student responses with
sufficient detail to be persuasive as to the innovation’s introduction. While 1 categorized all
innovations according to a single dominant type, cach one, of course, also entailed aspects of
other types. ' To communicate the types of innovation effectively, 1 shall provide, first, my own
brief description of the abstract type, second, brief descriptions of examples, and finally, direct
quotation of a teacher’s own description of one exemplar. Six types seemed to account fairly
well for all 61 innovations.

1. Instructiopal. Any description of a new way curricular content was presented or
activated or the timing or pacing of curricular exposure. Almost every instructional innovation
entails some curricular change, too, but if the emphasis is on a new way to get writing or
science or history presented or studied, or changed timing of content presentation, 1 call it
instructional. Example: CS decides to introduce both her spelling and her whole-language
writing much garlier in the year; LT provides a cut-out book in which her first graders can trace
the letters of their sentences which, when finished, constitute a storybook.

TT, 1st grade, Washington School: "Unit" and "Whole Language” Instruction.

FFL: What are you doing this ycar that you planncd to do, like over the
summer or from last ycar?

TT: Well, 1 wanted to do a lot of wholc language, 1 wanted to get into
thematic units, and 1 didn’t think 1 would have the enecgy to do tkat, but
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so far we’re on our sccond unit, we did spiders first and now we’re doing
rodents, and 1 really like that.

FFL: Tell mc a little about that kind of wnit. What’s the distinctive
feature of that?

TT: Well, that it’s whole language. We writc storics with mice as the
subjects. Well, let me tell you what 1 did before. Before we had 15
minute scgment, whatever, time slot per day of 1 call it SSW, sestained
silent writing. And 1 was getting, with the kids were acw to words, they
had probably ten words that they really kncw and 1 wasa’t getting much
from them, until we did the spider wait. Aad thea we had a pet spider in
the room. And we sat down, we wrote storics, and we did modclling, we
did LEA storics to model how to write a story abost Charlotte, which was
the name of the spider, and that weat along with the movel we were
rcading, we were reading Charlotte’s Web. Which 1 ncver thought I'd do a
novel with first graders. But it’s working out rcal well. We're on owr
sccond novel now. So anyhow, oace 1 had modeled how to write the story
and had them dictate the story to me. We sat down at our silent writing
period, and I'm writing too, so they don’t come up to me, "How do you
spell this? How do you spell that?® It’s silent, you do it yourself, and you
spell it however you spell it. Try your best to sound it out, but you know
what you get from a first grader.

FFL: Surc. But now, can you.. when they write it, can you decode it?
TT: Yeah.

FFL: You can.

TT: They use -- 1 give them words that go along with the unit and 1 put
them on little cards. So they can usc those, they can use the words they
know, and they just go from there, with some made-up words... It’s
basically whatever they want to writc about. Aad they usuaily draw me a
little picture and what I’m getting now is a story that will have two
sentences, three scntences, that’s on a topic. Before it was, well, William
would write, "I like girls, 1 like boys.” But it wasn’t really a story.
Slightly connected but not a story.

FFL: So now you get some conacction.

TT: Right, right. And I think that changed their thinking about all the
spclling words we’ve been doing. Now the spelling words have purpose.
That it was more than just getting an A on Friday so that Mom was happy
about it. 1 really think they scec a comnmcction. ... And of course, 1 put them
in the newsletter, and they got their recogaition, they were really excited
about that.

FFL: So now, where’d you get this idca? Now this ideca is the wait, right,
the story unit, as I understand.

TT: Well, you take a topic like spiders and in scicacc you study the parts
of the spider, in math you count the legs of the spider. Which onmc is the
spider, which onc is the insect? Eight versus six legs. Right mow we're
doing rodents. We're studying the classroom guinca pig. And why they
have a block of wood ia there and how their tecth mever stop growing.
That’s the science portion. But thea with the language portion yow write
storics about the guinca pigs. You inmtroduce words about the guinca pigs.
You writc seateances.

FFL: So that ideca of haviag a togic that yos comc at from the various
subject matter.. various poiats of view, you dida’t do that before.

TT: No, mo. It takes planaing. ... 1 guces what it takes is rescarch. You
have to lcara about the rodeats, lcara about the spiders. 1 kmew mothing
about spiders, and now 1 definitely do. But 1 woulda’t go back from using
a thematic approach. Aad all the better districts do.
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FFL: So where’d you get the idea?

TT: Um, a long time ago 1 interviewed, and the woman was lookiag for
somconc who kacw the thematic approach. Aad I lost that job simply
becsuse I didn’t. And it was somcthing that I had rcally wanted, to get
into that district.

2. Curricular. Any description that emphasizes some new substantive gkill or m to
te presented or new manipulables to be handled, where the er phasis is on experience with new
contents of experience. Examples: LT’s number line for the number of days the children have
been in school; CX'’s inclusion of food preparation for the “latch key" kids of Washington
School; CX'’s sand table on wheels.

MK, combination grade 1 and 2 learning disabled, specisl education class (9
children), "teeam tesaching” with Mrs. H (across hell, 7 children): Food
oreparation.

MK: ... We saw that the children nceded some assistance, for many of our
children were, I guess you call them latchkey children. Their pareats were
not home, would not come home until nine o’clock at might. They were
home alonc with other childrea and weren’t caring for themsclves. Some
were not cating, some were sot washing themselves, so 1 stazted to think
about what these childrea could do to take care of themsclves, and ome of
thc projects was to make a sandwich, how to cut a sandwich, how to sit at
a table and usc silverware. And then it evolved where Mrs. H and 1
dccided we will try an cxchange, I would take her kids, I would invite them
in, and basically, it was cold preparation, how to mix up lemonade, how to
sprcad jelly, how to sct a table, and now we'’ve gotten into some other
things, cooking soup, and we got into scicnce, we talked about stcam, we
talkcd about differeaccs, how things change, you know, whea you mix
mixtures and different concoctions. Oh we also gave awards at midterm,
just about mow, at the cnd of the quarter. We gave their cooking awards,
whick were woodea spooas ticd with bows aad their names, and if they had
madc so many kinds of things and participated well, we gave them their
wooden spoon awards.

FFL: So that was ncw this ycar?

MK: Yes, that was ncw.

3. Governancg. Any description of new classroom or group management. Examples:
LT’s assigning a number to every child to identify bhis or her posscssions, papers, box for
cumulative work, and for line management; EG's cliciting of classroom rules of conduct from
her kindergartners.

LT, grade 1, Washington School: Student ID numbers and line monitoring

LT: ... P’m glad I was able to get it the very first day. Well they had
pencils, and these type of studeats, their way of life is a little differeat, if
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they don’t have somcthing, they take it from others, and that’s in all. A
boy would come in with two pencils, and I'd say, how that happen? Well,
they’re taking cach others pencils or their supplics, and 1 thought, "This is
ridiculous." This is what I don’t like, that littlc management stoff. ... To
me, organization is a big plus. I said okay, that’s it. 1 brought nail polish
from home. Every time a student got a new pencil, I put their aumber oa
their pencil, and this has solved the theft problem... 1 started out with
masking tape and I found that came off in some day, and I had to think of
somcthing, something’s got to be done. So I put the nail polish on there.
FFL: I{’s removed it as a problem for you to deal with.

LT: Right. And it just gives me more time on task with teaching.

i‘"FL:... TT docsn’t do that?
LT: She docs now..
FFL: She got it from you.

LT: 1 always have a linec leader, cvery week.

FFL: Well, you can change that, in fact you can rotate it systematically,
that way and keep track.

LT: 1 do, that’s why it’s no problem for me, it’s no management problem
for me, because those numbers, you know, right now number 17, and then
number 18 will be next week. ... You know, and there’s no fights, "When is
my turn?" Because they know. I have a little girl that’s number 2i%, never
heard a peep, "I'm in the back of the linc." Never heard anything
from...the girls, they boys were in there first, and then the girls, never
heard anything...

FFL: You gave all the boys first, carly numbers, and all the girls later
numbers. Why did you that?

LT: Because I knew I would probably have to keep a closer eye on the
boys and have them in my view. So they were going to be in the front of
the line.

FFL: Okay. I sce, you are in the front of the line, you don’t go to the
back of the line.

LT: No, I've changed now, now I have, I didn’t do this before, but I have
the line lcader, the line lcader now, when we go to the bathroom or go to
lunch, the line leader takes the clipboard and is able to monitor the
students. If they are talking she’ll put that aumber down. And this way,
I’'m more mobile. '

FFL: All these kids memorize their numbers?

LT: Oh ycah.

FFL: And not only their own but cach other’s?

LT: Oh yeah, thcy’re the monitors, they’re there with the clipboards
putting numbers for cach.

4. Relational. Any description of a change to affect socio-emotional or work relations
between teacher and students, among students or teachers, or among students, teachers, and
parents. Example: EG’s introduction of a "lottery” to determine who sits at what table on
Tuesdays and Thursdays, to break up the control that tight cliques exerted over who had

informal contact with whom during lunch and leisure activities; MK’s shift in communication

12
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with parents from notices of misbehavior, leading to parental punishment, to elimination of
almost all bad-conduct notices and frequent notices of children’s good behavior, via newsletter
and notes.

Olive Norris, grade 5 co-teacher (of 47 students, with NNY) at Martinez
School: Co-teaching for the first time.

FFL: How did that tcam tcaching, tcaming comc about? Do you have any
idca?

ON: We talked about it only becausc a couple of tecachers who had done it
the previous year thought, Boy! is this nice, it rcally allcviates some of the
pressurc, some of the stress of teaching. So I think just in joking, the two
of us, we were next door to cach other.

FFL: You two worked it out yoursclves. Is that it? Or did the
administration come to you and say, "Hey, why doa’t you do..”

ON: No, but what was ironic is, after we approached the orincipal and
asked her, the only way I would do it is if we would go to rifth or higher
grades. 1 like the upper grades. And um, she said she was going to
approach the two of us to scc if we would be interested in something like
that. So it rcally worked out. She alrcady had it in mind -- and with the
two of us together.

FFL: So you werc rcally all in sync.

ON: They usualiy only do the tcam tcaching.. Sce they usually only do
the tcam tcaching--there’s a certain term for it, in the ESEA funded, those
are the children that arc very low in their reading scorces, it’s a federally
fundcd, or statc funded...

FFL: To help, compensatory cducation.

ON: Exactly.

FFL: But this is not compensatory.

ON: No. Not that we don’t have children in there that could go on that
thing.

FFL: What for you was the biggest change from last ycar?

ON: The biggest change. Not having total freedom. Having to stop
because I know it’s somcbody clse’s turn. Or, if I’m giving a direction, I'm
not saying I, I’'m trying to say we...Just to realize she’s there, not that it’s
hard to go along with, just to have a consciousncss of it in my spcaking to
the students, and by always including her...

FFL: A whole new mind sct.

ON: A whole new mind sct. Exactly. I tell you the first--the last day of
school. All the children go to their mew classroom for the last half hour of
the day. Well we walked in, and they walked in, and there was noise, and
she was shouting out attendance, and I was talking and she started talking,
1 was "Oh my God, what did 1 do? Is this the way it’s going to be?" And
it rcally stayed with me all summer.

FFL: Did you guys gct to plan together over the summer?

ON: No. We did aot.

FFL: You camc in bang, on the first day?

ON: Wec had mecctings in the first days, there were no students. We got
together. The only planning is, what subjects do you like? What subjects
to tcach, what would you like to do? And then we worked it out. And
then if time-wise something didn’t work out, we change it,...

ERIG R &
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FFL: So yow'rc...as ] uaderstaad it she docs the math aad the science and
the health, and you do Eaglish aad social studics?

Ol: Exactly. And the language arts. Aad it’s beea frastrating with no
books. Or changing books if we had old books and ncver got mcw books
that were supposcd to be on the last shipmeat, you know, we doa’t have a
lot of the things that we aced. Um, so 1--it’s changing, 1 started out with
spellcrs, and then whea we had scparate groups, I would teach spelling to
this group, and then they’d have to switch whea 1 was teachiag spelliag to
the next group, they'd have to cxchange you know, this group, you kaow, a
lot of time wasted, 1 weat home very frustrated, I'm still aot totally
comfortable. 1 think it is, it could be very beacficial. I emjoy the
challezge of tcam teaching. 1 gucss it’s just hard to wait to get organized.
To wait to get through all this staff. The rcadiag groups--1 taught half,
and her half was two scparate groups. So she said, "Okay, for half an
hoer, you takec your oral work, and thea I'll do gwict work with my class.’
Well, 47--how quict can it be, the teachers still have to help the studeats,
the students still raising their hands and saying help me. I did my oral
work, and then 1 laughed, because 1°d ask questions, and her kids would
answer. And were sitting here, now wait a miaute. Maybe you should
come here, and the kids who area’t listening should go oa that side of the
room. That’s the point it got to. 1 mcan it’s--1 looked for things to keep
it going, beclicve me, and then kids listening, and 1I'd try to do quict work
and say let’s have some independent reading, and 1 would look at them,
and they’re looking arouad, and 1 would say, “Is it hard for you, when
they're talking, and she’s teaching?® Yes. 1 said, “Put your hands over
your cars.” ...

There’s so many kids that don’t belong in our room, that they neced
special help. They have onc point something, two point somcthing rcading
scores. Then I think it out--are the kids that aren’t goiag to do it --
they’re not going to do fifth grade, they won’t do third grade level, 1 mecan
1 don’t want to think that way, causc it’s a defeatist attitude. But we nced
some organization. ...

FFL: Well right now your rcading.. you'rc in onc whole classroom group
with 47 kids.

ON: Right. Right.

FFL: How docs that go?

ON: Better than with all the groups. I--there’s a control there.

FFL: Help me--let’s sce, this is a half-hour lesson a day, or is therec more?
ON: Reading is from 9:50 until 11:11. Ana hour aad tweaty minutes...
FFL: Are they rcading out loud?

ON: Yes.

FFL: How docs that go?

ON: Um, well, NNY and 1 just talked about it. Whea we come back, I'm
not a game persoa, I’'m used to jumior high teaching, all right, maybe, she’s
good at that, she has more of that in her, that type of teaching, I'm more
directive and oral, and 1 like discussion aad all that, so at 10:30 now, we
get our ten minute break, if somcoac comes in. So that’s workiag out. 1
did my oral work with the kids. Wec'd lcave for tea minutes. Aad at tea
thirty, I'd start their indcpeadent reading.

FFL: What's this ten minute break? 1 don’t understand.

ON: Just a break. See we doa’t have lunch. We're a closed campus. We
do not have lunch with our students. But the tecachers do get tweaty
minutcs a day. Tea minutes in the morning...There is no lunch break. Aad
we get out at . Because of the area.

FFL: 1 scc. So then you come back after that. To do more reading.

14
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ON: At ten till cleven, aud there’s still 20 minutes of reading. So wc
decided now that she could do somcthing. Yestcrday she speat it reviewing
the vocabulary playiag like fill in the blank games with them to prepare
them for the test tomorrow.

FFL: So sll of this you hope will--at awy time do your kids get te recad out
loud?

ON: Yes. We call on them to rcad out loud. Exactly.

FFL: As you would in a small group.

ON: Yes. Aad you kmow what? All these mew things that I'm finding oat,
1 mcan I’m rcally tora, 1 mean, I'm coming into the situztion, and I'm like,
OK, get some organization, because the kids nced it, cspecially where we
arc at, they mced the stability of kmowing they do this and thea they do
that and thea they do that. Aad thea all the things I'm finding out
teachers arc doing when I go to my might class, is groups, aad youn aced,
and the things that I’'m rcading, you aced noise, you nced confusion, the
kids nced to move arouad aad get in their owa groups, and the teacher’s
only the moderator. She’s mot the instructor. And that bothers me. 1 don’t
ksow. I'm tryiag to get at least orgamized...

5. Motivational, Emotional. Attentional. A description of any new activity designed to
encrgize learning or to neutralize upsctting cmotions or increase attention. Examples: TT's
introduction of end-of-day hugs for every child as they leave the school; LT’s positioning of a
particular form of activity at the very outset of the day, before the "opening” exercises of pledge

of allegiance in order to settle the students into a "schoolwork” orientation.

TT, 1st grade at Washington School: End of day hugs.

FFL: Wcll, what arc you doing.. what clsec arec you doing?

TT: Well, I startcd somcthing this ycar that stcmmed from something that
bhappcned last year. Last year with my P.M. kindcrgarten, 1 had real warm
fecling in the room. With my A M. kindcrgartea, 1 was doing the same
activitics, but there wasn’t the same fecling of cohesivencss with the kids.
1t was, | was the tecacher and they were the kids. But for somc rcason, the
P.M. kindergarten, it was morc of a huggy atmospherc. Maybe they needed
it morc than the moraiang kids. 1 doa’t know how it happened. But I
noticed what the cnd result was.

FFL: Which was what? The cad result was?

TT: Just the fecling I have in this room. That 1 have morc kids, there’s a
rcal respect, because we work together, and we really care about cach
othcr, and that’s communicated at cvery level. Whea they come in they
know it, and whea they lcave they know it. Aad how 1 do that is--they
thought I was crazy at first...

FFL: You'rc mow talkiag about this ycar ia this school.

TT: Ia this group, right. Before I scad them home cvery day, cach child
gets a hug. Aad it just crcates an atmosphere where Icarning can occur.
Even though it’s domc at the cad of the day. They comc back knowing that
their teacher cares about them. That cvea though she may tell them to sit
down and straightca up in that chair, and pull it wader the desk, and line
up in that linc, but they know 1 carc. And so I think they try a little bit
hardcr.

FFL: Now you lcaracd that from last ycar.
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TT: Because the kids were five and they nceded it, and they came to me
for it. And I really didn’t have time for it, becausc I wanted to get this
done, and that done, and this doac, but because the kindergartacrs, they
were demanding it, and then what I noticed, the P.M. demanded it, and the
A.M. dide’t. And I rcalized where I got with the P.M., and I didn’t with
the A.M. I thought, there’s something to it. The parcnts, when they first
saw it, thought I was auts. They would somctimes come in and pick up
kids, and they would notice this linc of kids, all the other kids are kids arc
lcaving the building. But there’s this line of kids waiting to hug Mrs. T.
And they’re like, "What is she doing?” But it just gets me the results I
want, in a cheap fashion, to tell you the truth.

FFL: I’'m interested now.. last year the kids came to you, they scemed
ncedy, so you hugged them. Wasn’t quitc what you were up to, but then
when was it that you began to think, "Gee, maybe I zhould initiate?”

TT: Over the summer. I thought back over what had happencd. And 1
didn’t have as we!l behaved of a group in the A.M. as in the P.M....

FFL: Did you ever try in the A.M. what the P.M. kids were needing?

TT: They didn’t really relate to it too well. Yeah, I tried it a little. 1
don’t know, maybc it was me.

FFL: You of course tricd it after things had got started, and then, kind of
norms, are sct. "What is this?" But here you had it from the word go.
TT: Yeah, the first day.

FFL: So tell me about the first day? How did you work it?

TT: Oh, they thought I was nuts. So I told them...

FFL: This was entircly new to them of course.

TT: Oh, definitely. Some of the kids now give me the biggest hugs, and you
just know that maybe it’s the only onc they get, you know, it makes you
kind of sad, bnt some of the kids weren’t able to do it at first. So it was a
touch on the shoulders. And mow it’s real warmth, it’s, "I don’t want to go
bhome, 1 likec you, and you likc me. You think I’m a good person and you
think I try." And it’s rcally, I mecan it sounds real sad.

FFL: It’s poignant.

TT: It’s working. It’s recally working! Some of the teachers watch, and
they probably think I’'m crazy. But if they only knew what it crcated in the
classroom.

6. Imposed. Any description of new curricular, instructional, or other approach that has
come down from above by policy that the teacher has accepted or acquiesced in or has adopted
fully as his or her own. Examples: The "Build a Better Environment” program introduced in all
grades of the Martinez School; the "developmental” approach for all kindergartens in the
Washington school district that replaced the "academic” approach, thus banning the "ABC’s" in
kindergartens. Inclusion of this category is, strictly speaking, anomalous in a study of
"indigenous" innovation. 1 included it because instances of top-down innovation were
spontancously mentioned by teachers, responsive to my question, "What are you doing that is

new this year?" it is also useful to include as a simple contrast to indigenous innovations.
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NNY, fifth-grade co-teacher (with ON, 47 children) at Washington School:
"We Build a Better Environment”.

NNY: I’ve taught fourth grade for the last four ycars. I had a fourth-fifth
combination last ycar but we kept it on the fourth grade level. ...

FFL: But then this is the first time team tcaching.

NNY: Yes. And the first time with recycle--*We Build a Better
Environment® from this New York--what is it, the College of Human
Services or scmething in New York City, they’ve got a grant from __Corp,
and so they pick four schools throughout the country and we arc onc of the
oncs who wanted it. So they are trying to re-cducate us on how were
supposcd--1 don’t know, they just want us to use this onc--what is it--cvery
class grade has a purpose to work at, and we try to relate that to
everything that we tecach. ....

I went to a wonderful course this summer, at the Golden Apple
Foundation at IIT... It was just a wonderful workskop for three weeks.
From 8:30 in the morning until 4:30 in the afternoon the time went by so
quickly.

FFL: And what was that about?

NNY: Hands-on teaching in science, which I've tried to incorporate this
year. It’s very difficult with this huge group though, at this point, you
know.

FFL: Have you been able to do anything?

NNY: I’'m tryicg. I’'m trying to--well, first of all, I had the whole, my
wholc year written up, and then thcy came up with the College of
Community Services, how to fit that into everything, so I’m kind of redoing
it. .

FFL: 1 sce. So you had a plan...

NNY: I had a plan...

FFL: ..for putting into practice what you were doing...

NNY: ...this summer...

FFL: ...and you’ve had to kind of push that back for this.

NNY: Yeah.

FFL: What’s this about?

NNY: Well, basically 1 think the, I think overall they want you to devote--
they don’t use the term, but to cxplain about the holistic world and
whatever, and we can hold every subject that way. Actually thoegh, we’ve
kind of zerocd in on recycling.

FFL: Did you gect lots of matcrials to use?

NNY: No, we were supposed to get all the things oursclves. It’s helped
the kids recycling, we keep track of how they recycle. We want to go visit
like a recycling place, and sce if they...I was thinking I might put the
hands-on science if I could just see with ther how much our environment
is affected by the a lot of the pollution and sach.

I think within the next few weeks 1 want to start working on getting
the ideas for the science fair we’re goiang to start working on in January
and start planning that with the children. And that’s where 1 want to do a
lot of the hands on stuff. That fits with thea. Well I know 1 have to have
one we build on the eavironment because that’s our purpose. And she,
she’s beea bere twice the lady from New York, I think so.

FFL: You bave somcbody come in.

NNY: She comes to sce how we’re doing with it.

FFL: Did she give any in-scrvice?

NNY: We had in service for three days in the summer.

ERIC X
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FFL: 1 scc. How was that?

NNY: (Laughs.) That wasn’t like thc hands on thing. I was spoilcd by

having such dymamic pcople in other onc. :

FFL: Well that thc hands-on thing was uscful for you. This onc was not

;lor.iY: No, not yet. I mcan, we’ll do it. But I want to figurc out how I

can blend it in with the other.

Nellie Young's (NNY’s) discourse about the cnvironmental program from "New York
City" captures qualitics of commitment and motivation, or "purpose,” strikingly different from
those associated with her own and others’ voluntary innovations; her description captures also
the degree of support typically provided by agencies who initiate and try to implement programs
of change from the outside in. It also illustrates how an imposed innovation can disrupt plans
to implement an indigenous innovation whose preparation and energetic commitment by the
teacher was much stronger.

Table 2 summarizes for each school the frequencies of cach type of innovation for each
teacher. Surprisingly, perhaps, teachers from the most impoverished school, Washington, turn
up in this sample as the most innovative. Even without the striking innovativeness of Loraine
Tims, * the Washington teackers are more innovative (in sheer numbers) than the teachers of
Moray, the most privileged and innovation supporting school. Least innovating are the teachers
in the sample from the large city school, Martinez. But immediately be cautioned: This sample
is not in any sense representative of any of the three schools. It seems likely, however, that the
bias that exists in this sample, for each school, is onc in which the most innovative teachers are
likely to show up in the sample.

Sources of Innovative Idcas

Table 3 dist.:butes the innovations across the five sources evident from the teachers’

testimony. If the teacher created the change him- or herself, or adopted it from reading or

observations of others, the source was categorized as "sclf." A distinction was made between

these sclf-initiated innovations as to whether they had been planned before the year began or

i8
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Schools
Moray
EG

EN

FC

TT

LT
CX
MK
Total
Totals

Per Cent

Table 2

Types of Classroom Innovation By Teachers Within Schools

Instr.

23

38

Curr.

16

26

Gov.

13

Mot.-
Rela. Attn.
1
1
1
1
1
2
1
5 3
8 5

Imp.

ll
ll

ll

10

Totals

14

10

16

37
61

100

* These three represent three versions of the same “school-wide,” top-down program.
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17a
Table 3
Sources of Teachers’ 1decas for 61 Classroom Innovations
By Teacher Within School
Sources
Self: Self: Collcague Volunteer Imposecd
Planned Response Workshop
Moray Pr:;um
EG 3 3 1
EN 4
FC 3
Martinez
(O 2
ON 1 1 1
NNY 1 1 1
D] 1 1
Washington
T 3 1 1 2
LT 13 3
CcX 2 3
MK S —2 —1 —1
Totals 33 4 7 11 6
Per cent 54 6.5 1 18 10

FILE: C\INDCHU\AERAPL.TS3

o
o

* These thice represent different aspects of the same program regarding a “clean eavironment.”
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whether they arose in response to conditions or qualitics of the classroom group cmerging aftcr
the year began. ldcas were classified as originating with colleagues if the tcathr identified the
idea as coming from another teacher, an administrator, or a student teacher with whom the
teacher worked voluntarily, where the idea was conveyed person-to-person. The remaining
sources were voluntary workshops, and outside agencies as remote sources participating in an
imposition of the change involuntarily. The strategically planned innovations scemed largely
(54%)to have originated with the teacher’s own creativity or, in the casc of adapting idcas from
reading or observations, their own initiative. Discounting Lorainc Tims’ 13 initiatives, the sclf-
planned category still accounts for 42 % of all classroom innovations. Only two of the teachers
mentioned creating innovations designed to address cmergent conditions after the teaching year
began, but for one, Emma Goldman, it was an important kind of innovation. Colleagues
accounted for only 11 %, and that scems to have been confined to the Washington School,
where two pairs of teachers developed important paired relationships across the hall from each
other in this impoverished setting. The chief source of innovative ideas outside the teacher’s
own initiative or creativity were outside workshops that teachers attended voluntarily. One
workshop, on Shakespearian drama attended by Ellen Nolan of the Moray School, accounted for
3 of the 11 workshop innovations.
Educatiopal Impact

Evaluating innovations involves complex issues of value and assessment technology. For
cach of the 61 innovations I made two kinds of assessment from the testimony: (1) an index of 2
if the innovation scemed positive and fundamental (c.g., affecting r.cading, numecrosity, or basic

INSERT TABLE 4 ABOUT HERE

motivation to learn); 1 if it scemed positive but less than fundamental; zero if it scemed to have

no effect; minus 1 if it seemed disruptive in the current year’s teaching; and unknown (?) if 1
could not make an asscssment from the testimony. Table 4 presents the results of this relatively

gross evaluation. A somewhat more refined index was developed, more for use in the full study
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Tablc 4

Index of Inngovation Effcciiveness by School

?7 -1 0 +1 +2 Total

Moray 0 ¢ 1 10 3 14
Martincz 2 1 5 1 1 10
Washington 1 1 3 25 7 37
Totals 3 2 9 36 11 61
Per cent 5 3 15 59 18 100

oo
oo
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for which this is the pilot than for these initial findings, in which the numerical indexes of Table
4 were multiplied by my judgement of the per cent of children in the classroom affected by the
innovation, yiclding a weighted score of effectiveness -- again, with no tcstr of reliability, and
these estimates are probably not very reliable. For example, if an estimated kalf of a tc.achcr’s
students were affected by an innovation with an index of 1 (an innovation less than fundamental
in its content or process), the resulting weighted score would be .5. These weighted scores are
presented for each teacher within schools in Table 5. The gross pattern of relative
INSERT TABLE 5 ABOUT HERE

effectiveness in Table 4, where the Martinez School teachers are distinctly less effective than
teachers in the other two schools, is borne out more clearly in the weighted scores and averages
of Table 5. The four teachers with the highest average effectiveness -- in order, Frank Carroll
and Ellen Nolan of Moray School and Christine Victor (CX) and Karen Moore (MK) at the
Washington School, introduced small to moderate numbers of innovations, while Loraine Tims,
who was prolific in numbers of them, produced a !ower average effectiveness score. It would be
expected, | think, that one could introduce only a relatively few innovations directed at
fundamental levels of education, but many that were more peripheral. Nonetheless, Tims is ao
interesting prototype: With a modest average cffectiveness of .78 her 16 innovations produce a
total effectiveness score well beyond the others. It is total educational impact, after all, that
one would be interested in examining for over-all educational improvement, not merely the
average effectiveness of a teacher’s innovations.
Effcctive Innovations

In a preliminary study like this one it is useful to take a close look at specimens that are
prototypes of the phenomenon one is investigating. While I began this study focusing on the
phenomenon of indigenous innovation, the findings offer a second phenomenus, or at least a
second unit of analysis: the innovative teacher. Table 5 presenis us with two ways to look at

the innovativeness of teachers. One relates to the efficiency of innovative effectiveness, indexed

Do
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Table §
Weighted Effectiveness Scores/Averages

For Teachers by School

N Total Average

Score
Moray
EG 7 6 .86
EN 4 5 1.25
FC 3 4 1.33
Total 14 15 1.07
Martinez
Cs 2 2 1.0
ON 3 -1 -33
NNY 3 0 0
DJ 2 75 38
Total 10 1.75 17
Washington
TT 7 6 .86
LT 16 12.5 78
CcX 5 6 1.20
MK 9 10.5 1.17
Total 37 35 95

no
VeSS
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by the average score in Table 5. The other way of looking at teacher innovativeness relates to
the total amplitude of innovation impact, indexed by the total effectiveness score in Table 5,
which is more a function of the sheer number of innovations. Of course, these scores and
averages are of unknown reliability, but they reflect well the conceptual distinctions being made,
distinciions that do not depend on the reliability of these particular data. Frank Carroll at the
Moray School and Christine Victor (CX) at Washington appear to produce innovations at the
highest levels of cffectiveness, i.c., aimed at fundamental understandings of their subject matter
and affecting high percentages of their students, but introduce “only” 3 and § innovations,
respectively. Their average levels are 1.33 and 1.20, respectively, and total scores, of 4 and 6.
Loraine Tims at the Washington School, on the other band, introduces 16 innovations
oniy some of which are of the fundamental kind, with an average effectiveness scorc of .78 but
with a total classroom effect of 12.5. (A good bit of that magnitude, of course, is due to the
fact that Tins was starting from scratch at a new grade level, so most of what she was doing
was new to her. That does not mean, however, that, baving to start from scratch she does not
also create some genuinely novel and effective innovations, ones not seen before in her district
or, perhaps, on the face of the carth!) Karen Moore (MK), the special education teacher at
Washington, is perbaps the purest prototype of all, ber nine innovations averaging 1.17 in
indexed effectiveness, yielding a total effectiveness impact in her teaching of 10.5. Now the
question arises, what degree of comparability can be claimed for these indices across classrooms,
grade levels, or schools? For example, Emma Goldman at Moray and Tina Thompson at
Washington produced the same number of innovations (7) with the same total cffectiveness
score (6), yielding, of course, the same average weighted effectiveness (.86). In what sense were
their respective innovative impacts the same or even comparable? 1 judged effectiveness within
the context of the individual grade level: Given that teacher’s general curricular content, did this
innovation promote it or its evident purposes at a fundawental level or rather more peripherally,
and what per cent of the classroom’s students would be affected? The meaning of effectiveness

is determined by the grade level and the subject matter.

n
an
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Perhaps the best way to offer a closer look at prototypical specimens, therefore, is to
sample the best inpovations from the best innovators. I have selected narrative descriptions of
onec innovation from each teacher who reached cither a double-digit total effectiveness index or
an average cffectiveness score greater than 1, i.c., five teachers: Ellen Nolan and Frank Carroll
from Moray, and Christine Victor, Loraine Tims, and Karen Moore at Washington.

Ellen Nolan, grade 10-12 English {(Shakespeare) at the Moray School, Type:
‘ﬂﬂln“jﬂﬂﬂl—"—n&mﬂm i!i“.“.

EN: Last summer I attended an NEH institute on Shakespeare, run by
directors, actors, voice training people. And it was a month-long, very
intense six-day-a-week, about fourteen hours a day. ... So when they were
scnding out the brochures they sent one to me. And it was fantastic.

So I teach a Shakespecare course cvery fall, various plays, and almost
a huadred percent is discussion and intensive writing. And this ycar the
balance changed. 1 used lots and lots of the exercises that we’d done in
the summer, which had to do with how you know things, through your body
or through your voice, not just through writing it down.

So for czample, in the class where we study Hamlet and Twelfth
Night, 1 would have the kids chooic = character and just for two minutes
walk around the room in that character, 50 they were attempting to look at
the world and how they thought that character would sce the world.

FFL: And respond to what’s there, and 50 on, and talk.

EN: Yes. That didn’t work as well as when they were being silent.
Occasionally 1 had to bring statues into the game {liviag statues, made up
by and with the students as props] , for example when Claudius was saying
to Hamlet, you can’t go back to work, you can’t go back to school. And
Claudius and Gertrude and Hamlct, who arc in the statac -- there was a
director, a "sculptor” {a student], who put the three characters in their
version of that frozen moment.

FFL: Told them how io stand, how to look, what facial expressions, ctc. -
Crcated a sculpture with the three kids.

EN: That's right. And after they did that, the director/sculptor was
talking out loud while the class was watching, then would ask the kids in
the sculpture, What do you know in that position, in relation to the others?
And would you change the position at all?

The kinds of things the kids said were really insightful, and they
were different from onc another. For cxample, the Ciaudius character in
one of the classcs said he was the power of the king, the one who clearly
has power over Hamlet and over Gertrude, in many ways, felt like an
outsider. There’s a connection between mother and son that he didn’t feel.
He was outside of it. Gertrude standing behind Claudius, in a kind of
protection, but worried about her son, what she felt toward him.

So thosec are the kinds of insights that --

FFL: You never get from the printed page.
EN: That’s right. In fact in a strange way, they couldn’t have had those
insights without the printed pagc.

I'FL: ... Drawing oo that summer cvent. And how is that different from
before, what did you do before?
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EN: Basically, we talked about the book... There’s a particular kind of
assignment that I have and am kind of proud of. This is for thec younger
kids, 50 it’s not as clcar-cut. A thing that I call quotation rclation, where
you find lincs where a word or a concept’s beea repeated in very different
specific litcral meanings... This is Lord Capulct speaking, this is Romeo
spcaking, he’s [Capulet is] speaking in terms of love, he’s [Romco is]
spcaking in terms of love. And I usc this to lcan toward writing
assignments that arc very hard, but I think arc kind of microcosm of what
imaginative reading’s all about. So that was still the bulk of the class. But
it [rcgular tcaching] was my stuff, and it [ncw modc of teaching] rcally
dccpencd and coriched my awareness of it.
FFL: So this was still the mcat and potatocs, but you put in other things.
So some of this you took out, necessarily.
EN: Actually, not as much as I was afraid of. I mcan I kncw, I was proud
of what I had donc, I was proud of the teaching I had donc before the
summer, and was worricd aboat was it an cither/or, do 1 have to do the
onc or the other. And in fact that turned out not to be truc. Many of the
things that I did took a few minutes at the beginning of class and decpened
the discussion, didn’t go in a different direction.
FFL: It tarncd right to the usual things.
EN: Yes, it led to the usual things. On the other hand, I was also willing
to chuck it. I mcan, I cancelled a test of this kind -- tests that I think are
intcresting and fun to take, for a kid wko has anmy litcrary bent at all, it
stretches and challenges -- I cancelled it for an excrcise that I thought was
morec important. So I became more of a convert.
FFL: That’s in your Shakespeare class. How many classes of this do you
have?
EN: I have thrcc Shakcspeare classes.
FFL: I scec, and you were doing this in all three.
EN: That’s right. 1 also tcach a sophomore class, and I trizd it. I was
doing the Odysscy there, but I tricd some of it with them, and it absolutely
didn’t work. ... because of my lack of skill.
FFL: How 50? How come you have skili in the Shakespecare and not in the
Odyssey, 1 don’t undcrstand.
EN: Well, the difference in age was a big thing. And I'm now doing

" Romeo and Julict with the sophomores, and with the cxperience of a whole
quarter doing this thing with the Shakespearc kids, I'm adapting it to the
sophomores a bit. And I think it’s going to work.

Frank Carroll, grade 11 and 12 Advanced Placement and regular U.S. History,

Moray School, Type: Instructional * -- History as Interpretation.

FFL: ... I'm starting by asking tecachers, What did you do differcatly this
ycar?

FC: ... Onc of the things I’'m doing that I’m finding is working very well is
that I've decided after teaching so many ycars is that oac of the biggest
things wrong with instruction in history is that, beyond just being textbook-
centered, it’s too much focuscd on poorly written, poorly thought-out
material. And textbooks are, as you know, not very well written. There
arc very few of them that maintain a good marrative style. So with the
intcrest that has aiways becn my interest in historiography, helping kids
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sce that interpretation is there in every period that they stady, and that
they have to lcarm how to coasider multiple poss._le realities at omce.

I've started taking oldcr textbooks, some from the late 19th aad
carly 20th ccaturics, and copyiag their portrayal of a historical period or a
historical cveat or some particalar policy, giviag it to the kids to read.

And the older books and the older texts have a better marrative style.
There was mach more concern among historians of the previous geacration
to write in good marrative style. Aad thea they have to write short
rescarch papers ideatifying what they feel are the major distortions in a
particular interpretation.

For cxampic, 1 gave them Lodge and Gardacr’s description of Native
Amecricans ia their 1905 edition of the textbook, a chapter eutitled
*Aboriginal Amecricans,” ia which they draw judgmeats likec “Indians were
more intclligeat than Negrocs bst less intelligent than whites. Whites and
blacks had greater stamisa than Native Americans.” Aad judgments like,
*Whilc maay people wished to blame the whitc man for the travail of the
Indians, history confirms that isferior cultarcs always losc omt to seperior
cultures." While a lot of this is obviomns to somconc who has rcad a lot,
it’s not obvious to kids what’s wroag with these sorts of iaterpretations.
And 50 thea they have to go out and do rescarch and try to ideatify. It’s a
rcading exercisc number onc; namber two, it’s an cffort to try to determine
what arc the major arguments of amother.

Narrative style tends to blar the arguments becansc their ceatral
portrayal of themsclves is descriptive.

FFL: Like that’s the way it is.

FC: Right, not analytical. Aad so the kids arc rcally drawa right iato it,
and the thing that’s jast fascimating about it is they’ll come back aad they’ll
szy "Well, this is really well written, but 1 have problcms with . . . © and
then they’ll pick some obscure -- it just scems to be the way their mind
works, though, minds kind of likec a garbage cam, just focuscd os the little
picces of information, and the big pictarc just sccms always blurred,
cspecially in young lcarners.

FFL: What class is this?

FC: This is in 11th and 12th grade Advanced Placcmeat Amecrican history
and in the regular classes in American history, too. Aad it’s fascimating to
watch them be so casily distracted; there’ll be minor -- they’ll say things
likc "Alexander Hamilton, an outstanding American,"... where they will
skip right over a larger idca which has more to do with the total culture,
like "From 1789 to 1830 there was aa cvideat growth is mational saity.*
This book was writtea in 1942, in the middle of the Sccond World War. A
few kids picked up that there’s a aced to writc a scamless history and saw
in play tensions and conflicts and disagrccmeats, but most kids will run
right by that for the Hamilton distortion. They will pick a very specific
thing to focus on, which makes it just entircly a great amalytical activity for
class.

FFL: Ycah, now this is ncw this year.

FC: Ycah, I'm doing this for the first time. 1 cxperimented a little bit with
it last ycar, with onc assignment; but now, in this ycar, this will be the
third time I've used this approach. 1 ased John Hicks’s history writtea in
the middle of the Sccond World War, and 1 uscd Niveas and Commager
and 1 have quite a collection of older textbooks. 1 am plamaing to use
some of Carl Becker’s stuff from the thirtics in the mext assigameat. 1
have an cdition of The Growth of the Amcrican Republic that was
published in 1937 right in the middlc of the New Deal, before the Second
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World War; rcally interesting to look at the portrayals of African-
Amcricans in that.

FFL: ... What did you used to do?

FC: 1 used to just give them ceatral interpretive questions. ... 1 would ask
a question like, "Was Jacksonian democracy primarily comstructive?” "Was
World War Oac avoidable?” "Was the New Decal an appropriatec respoase .
to the Great Depression?® The class divides, and half arguc csseatially
yes, half argue csseatially no. And each side writing short rescarch papers.

What I'm doing now is I'm focusing morc on narrative history aad
then trying to have them scc how ia cach generation there’s always a
debate and a coaflict haviag a lot to do with jest what’s going om in that
time period that goveras the way they tead to see history. Aad thea whea
they scc in the various decades, mostly in the 20th ceatury -- because
before the 20th ceatury youw're writing pretty much matiomalistic history --
whea they sce how there are really competing views, you'd be serprised at
how far it takes them into waderstanding there arc multiple possibilities
here, and reality to a very much exteat is really in the cye of the beholder.
And the time rcally has a lot to do with how we sce.

FFL: Aad that idca of multiple interpretivencss, for lack of a better word,
is grasped mow in a way that they dida’t before.

FC: Well, 1 thiak it brings it evea better than the open questions 1 was
giving. They picked it up the other way; but it comes cvea -- they’re just
shocked, many of them, especially among the brightest kids, really shocked
at some of the . . . . And somc have heard of the historical, like Heary
Cabot Lodge, the kids had heard of Heary Cabot Lodge and kncw he was a
Senator as well as a historian, they find it fascinating that he wanted to
writc an American history textbook.

But yecah, it achicves a lot of what 1 waat to achicve in a much
better way than the push 1 was using before. I've always wsed debates and
argumentative cssays, a lot of writing, a lot of isterpretation, heavy
rescarch. My kids heavily use Regeasteirs, always have. But this is rcally a
different ball game, totally, and comes at it from a very, very differeat
angle, and 1 think anyway it’s a lot morc successful because --

FFL: Successful in what regard?

FC: Well, 1 think the kids arc picking wp much quicker that this is rcally a
floating crap game right here, this interpretation. They’re just really
shocked, many of them, at the outset, that there would be anyone grinding
a political axe in the Colonial period. To them, that’s so removed. Why
would anyonc carc? Why would a Marxist historian bother to put his spin
on the Colomial period? To them, this is just kind of a quaint thiag to do,
bizarre. They doa’t really rcalize how compctitive imterpretation is. And
thea they’re sort of amazed at the cffort that the historians with radically
different views make im trying to prove their side of it.

Christine Victor, kindergarten teacher, Washington School, Type: Curricular --
Math Their Way

CX: In the kindergarten it takes mainly the form of usiag the
manipulatives. We start out by putting thc MTW manipulatives out on the
tables, and 1 don’t tell them anything about them, aud sce what they do
with them -- with the unifix cubes, scc what they do with the pattera
blocks..
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FL: Unifix cubes, the oncs that fit inside cach other?
CX: They fit inside cach other, you can make patterns with them, whatever

. 1 put them out o the tables for the first several weeks and thea 1 give
thcm some imstruction om what to do with them. And we do the calendar.
There's a certain MTW calendar.
FL: The omc on your board there?
CX: Yes. We asc it all year long...
FL: And yos have the aumber linc; 1 sce that. ...
CX: We count [the blocks], we make pattcras -- that’s basically what you
do in kindergarten.
FL: Like.. give mc a pattera, like..
CX: Red, green; red, green; red, greea. We can make it more difficult:
red, red, green; red, red, green. Maybe I'll make a pattera and they have
to copy it. ...

And then I do 2 lot of graphing with them. Likc we just finished

graphing with fruit loops [ccreal bits that come in varied colors].
FL: Graphing fruit loops.
CX: Right. Each child was given a designated amount of fruit loops. 1
measurcd [counted] out the same amount [sumber] for cach child. first
they get to sort them, so that’s another kindergarten concept, sorting.
FL: Sorting according to..
CX: Color. And then 1 gave them cach a graph that had the color name
writtcn on there and the fruit loop circle. They had to place their fruit
loops, onc on cach circle. OK? then as they took one off (o cat it, they
colored the circles with that same color crayon. And thea they had to
count how many fruit loops they had of cach color. Amd I wrote the
number down, so czch onc of them had their own personal graph. And we
talked about thcm, we compared them. Some had more red ones, and some
had more orangec oncs. So we compared and we contrasted and we sorted
and wec counted and that took in a lot of activity. Just lcarning how to
graph.
FL: And how did that comparc with what you had donc carlier? What did
that do better for you?
CX: Wcll, it gavc mc somc kind of a goal for math.
FL: UmHmm. You didn’t have onc before?
CX: No. Well, I shouldn’t say that. Before MTW we had a math tcxtbook.
FL: A textbook.
CX: Yes. When ! first started. 1 had an all-day kindergartea and we had a
math textbook and workbooks and that was our math program. But this is
a morc manipelative math program. Aad they thiak they’re playirg and
they’rc learaing. ...
CX: Have 1 modificd it? Yeah, well, you sce the book gocs all the way
from kindergarten through 3rd grade, so it’s up to the teacher to decide
where to make the cut-off poiat. I've kind of decided we’d conceatrate on
graphing, comating, sorting, and patterning. ... We just do that all ycar
long, and we get more sophisticatcd and harder as the ycar wears on. ...
And sumter recognition: we do a lot with the aumbers. That’s another
thing. ... [MTW] shows you [a acw way] to tcach them what the aumbe:s
look like and how to write the sumbers.

ERIC | 30 rSyCOPY AVAILABLE




Frederick P. Lighthall 28 PILE: C:\INDCHG\AERAYPR.)

Loraine Tims, grade 1 Washington School: Type: Instructional -- The

LT: So cvery week I make vocab cards to introduce our words, and 1
bought cach child a ring.

FFL: A ring?

LT: A slip ring. I'll show you {[a large key ring, holding vocabulary cards
punched in the corner].

FFL: Oh, I get it, yeah.

LT: I bought cach child a slip ring.

FFL: And you laminated them.

LT: I laminate ’em cach week... I laminate cach word [onec word to a
card]. ...

FFL: You physically hook them together. Now is that your idea?

LT: Yes.

FFL: It was you. You got it out of your own head.

LT: Right.

FFL: Now where did you get this ring idca?

LT: The ring idea? I saw this at onc of the classes I substituted in. It
wasn’t for her to give to each kids, the cards, but I saw the ring on
something else, and thought, *I have to have somcthing we could add to,”
somcthing they could open up on their own, because they can open this up
and add their own. Cause I just gave them, yesterday 1 gave them four
new words. The "jump® and “in" and “out.”

FFL: Now is this your printing?

LT: That’s my printing.

FFL: They don’t print up your words.

LT: No, that’s right. ...

FFL: How many kids do you have in this class?

LT: 21.

FFL: You write 21 of these things?

LT: 21 for cach word. Right. Yes.

FFL: And then you laminate the whole thing and then cut it up.

LT: No, you cut it up first, and then you laminate them.

FFL: And then you punch them.

LT: Right, I punch holes, and then I give cach child...

FFL: Pass them out.

LT: Right.

FFL: So at some day you’ll pass maybe, is five of these for the number of
words in the sentence, for that day?

LT: Yes, there could be five. Right. This week, the last two weeks, the
words are getting a little bit bigger now, and they’re not going according
to, you know, like with this book, it all related to something. Now, I have
to, they’re getting to a little higher level, and they’re learring, and they’re,
this is what I’'m doing now with the words is relating them to a sentence in
their writing.

FFL: So you’re so longer adding to this ring.

LT: Oh yes. Yesterday, they rececived four, "in®, "out®, "oace®, and "jump”.
FFL: So "out® would bc omc here somewhere or...

LT: Yecah, I don’t think he has them in his desk, I don’t know if he
attachcd them to his ring, but they’re in his desk.

FFL: Now what are they, we've got this ring, with, maybe 30 cards. What
do they do with this?
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LT: What do they do? Well, if they have to go back [refer "back® to
words forgotten], I always still incorporate all these words. We use them
all the time. I have on Moanday, I usually makc my owa hiddea cosple, 1
mecan I’'m still always go back to "sec”, "bluc®, and “cat®, aad I'm still
incorporating all of those, the words that we use, okay. Sce if I can find--1
make this--hidden word, and sec we go back to "with®, and *fat’, and "scc’,
that was at the beginning, and they have to fiad it.

FFL: Okay. Here’s this sheet, with a whole bunch of jumbled up things...
LT: Letters.

FFL: But hidden in here, going down or across or diagonal, are these
twelve words. Can, go, to, she, there, talking,...

LT: And they’re all words ia here.

FFL: All words that arc on their ring.

LT: 1 feel good that they are actually comprechending the vocab words, the
sight words.

And the ones that I think arc having a little bit of trouble arc the onc that
don’t take them home, and just leave them in the desk and have no help
whatsocver at home.

FFL: Some kids take these things home?

LT: Oh, they’re supposed to. You know what is ncat about those, which 1
thought. Because it’s a split ring, my students start wearing them on belt
loops likc men wear their keys, and they just thought that was, and with
the low risk children...

FFL: You mcan the high risk.

LT: Yecah, high risk, right. The at risk, students, they have nothing that’s
rcally theirs. You know, they have seven, cight kids at home, and they
share a lot, and nothing’s their own. And this was sort of their own. They
hung it on their paats, they’d take them to lunch. I meas, I still have
them, and this is a half a year, and they’re still taken to lunch with them.
They’ll still pull them out of their desks and play with them.

FFL: It becomes a toy.

LT: Well, that’s finc with me because it’s a lcarning toy that stays with
them.

FFL: Ycah, but you didn’t intend it that way. You discovered it had the
toys property. .
LT: Well, 1 did let them, there were times we played concentration with
them. And that’s basically a game, you put the cards down, it’s a memory
game. You know what that is? Two students play together, and cach onc
had ten of the same words, and they put them over, and they have to pick
up two that match, and they play that, and they do that once in while...
FFL: In pairs they can do that.

LT: Right. ... Together we pick ten, whatever ten you want, and play the
game concentration. They’ll still do that during free time. They’ll grab
their cards and do that.

Karen Moore, grade 1 and 2 special education, Washington School, Type:
Relational * -- Cooking and Parent Involvement.

MK: This is a first and second grade lcarning disabled or cross-
categorical, special cducation class. 1 have nine children in the class this
year, and I tcam tcach with Mrs. H, who has at this point seven. ... We
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share science, social studics, we do cooking class together on Fridays... We
saw that the children needed some assistance, for many of our childrez:
we’re 1 guess you call them latchkey childrea. Their parcats were not
home, would not come home until nine o’clock at might. They were home
alonc with other childrea and weren’t caring for themselves. Some were
not cating, some were not washing themselves, so 1 started to think zbout
what these children could do to take carc of themsclves... And then it
cvolved where Mrs. H aad 1 decided we will try an exchange, 1 wouid take
ker kids, 1 would invite them ia ... cooking soup, and we got into rcicace,
we talked about stcam, we talked about differeaces, how things change, you
know, whea you mix mixtures and diffcreat comcoctions. Oh we also gave
awards at midtcrm, just about mow, at the cad of the guarter. ¥We gave
their cooking awards, which were woodea spooas ticd with bows and their
names, and if they had made so many kinds of thimgs aad pariicipated well,
we gave them their woodea spoon awards.

FFL: So that was new this ycar?

MK: Yes, that was new. ...

FFL: And the cooking thing, well, you started that last ycar?

MK: And developed more this year. ... more learniag, aand also parent
involvement. We felt that maybe we could get parcats involved. Now we
have a very difficult time getting any parcats io come, communication is
difficult, most of our parents, 1’d say 80%, cvea more 85%, do not have
telcphomes. It was hard for us to coatact them. So we ram a acwsletter,
that was mew, and we invited the pareats to comc in on Fridays to
participate. And we’ve had some success, not what 1 would like, we've had
two or three parents cach quarter come im and participate.

FFL: Each quarter do you mcan rcgularly?

MK: Um, sporadically. We had a father come in who helped us make pic
one day. He cut banznas with the childres, told storics. We had a mother
come in who was helping us make lemonade ard cookics. And afterwards
we’d sce a vidco. But it was mon-thrcatening, where we cven let the
parcats, invited them to bring in their small siblings or babiecs, s0 we
talked about the babics, gave the children anm opportunity to introduce their
familics. Parents, thcy come once, and they don’t come back. And we
thought this would be a little bit casicr, because an opportunity for them
to comc. 1 don’t think it’s that they doa’t want to, 1 think maybe it’s that
they don’t have transportation, we do not have a bus, a small mini-bus or
anything in the district to pick pcople up. So there’s a problem.

FFL: And if somc parcats have a hard time getting home at nine o’clock,
thcy aren’t going to come here during the day to do it.

MK: We do have some familics who have graadmothers at home who
would like to come, they’ve expressed it frequently, and they’ve made an
appointment, but they can’t get a ride to school, but 1 feel it’s a success
because it gives the children an opportuaity to talk about what’s happening
in school, the parents talk about food casily, they talk about recipes casily,
and they will, many of our parcats at times I've scea that have not the
reading or writing skills to communicatc but iz this casc they will talk to
us about thesc things, about the program.

FFL: So, you said, combined first and sccond?

MK: It’s six to cight year old, spccialized.

FFL: And about how many of the kids’ parents have come?

MK: Everyonmc has comec.

FFL: At one time or another.

MK: Right. Everyonc has comc at onc time or amother. We've also tried
to bring in the computers, I've had woaderful response by telephonc when
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1 invited parents to come in anytime to try, to play on the computers, I've
stated it in the mewsletter that their child wishes to show them what they
have lcarned on the computer. Aad thea I had that very next day after the
lctter, on the phone, I had everybody calling, I was dowa ia the office for
forty minutes, they all wanted to know wher they could come. Only two
parcats camec.

FFL: How did they call, they don’t have a tclephonc at home?

MK: They were at, there’s a telephone on the strects in the projects, so 1
would have some people calling from the projects, carly in the morning, or
they would go to somebody’s housc to phone, so they were able to call in.
FFL: So a lot of calling response, but then not all those who called were
able to come in.

MK: They couldn’t come in, but we did have people, as I said, two
familics camc in, and they sat, as sooa as we kncw they were coming we
got the computer, and we put ia a rcal simple program the children could
work withont the tcachers being there, and gave the pareat a chance to be
with the child, and I think that’s very important.

Di . { the Qualitics of I .

In addition to types of innovation, as grossly categorized above, some distinctive gualitics
appear in this sample that would seem to enhance (or limit) educative impact. I identify ecight
of these qualities in terms of polar opposites, derived from examining innovations from this
sample alone. The list of these qualities will grow and be reorganized as the sample is
expanded.

1. Interconnection of ideas, skills, or procedures across different conditions or contexts
versus Isolation of skills, ideas, or procedures in one condition or context. E.g., TT’s unit and
whole language as high in interconnection; similarly, Emma G’s whole language and green tray,
and LT’s use of student 1D’s across a wide range of conditions and contexts.

2. Life-rclated ("experience-ncar") content yersus content that is alien or encountered in
school only. Here I distinguish alien from novel: alien content has no basis in students’
experience, whereas novel experiences which are not alien are connected by students to their on-
going experience. E.g., MK’s food preparation; EN’s allowing student "directors” to position and
interrogate other students as they become "sculpted” into statues reflecting a particular moment
in the dialogue of a Shakespcarian scene.

3. Incrcase [versus Decrease) of attention to, time on. or motivation for learning. E.g.,

LT’s timer-start routine to open cach day; ON and NNY’s disruptive teaming, introducing much
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distraction, at least in the short run; FC’s expansion of the student’s task from arguing one side
of an issue to detecting biases in varicd historical treatments of the same topic.
4. Impulsive [versus deliberate, planned] movement into 2 new teaching mode or content,

| where the result is confusion and stumbling (versus control, organization, predictability). E.g.,
\ ON and NNY’s unplanned movement into team teaching in the same room; as contrasted with
' TT’s obscrvation of the cffects of hugging and the planned introduction of a hugging routine at
the end of each day or even E.G.’s response to a particular class’s tight clique structure and
exclusion by the planned introduction of lottery seating two days a week.

5. The innovative move as one clement in a family of inpovations from a single source
|versus a single. autonomous innovation from a source not shared by another innovation]. E.g.
EN’s many new instructional approaches in teaching Shakespeare, each sharing a common
underlying quality and origin, or CX’s many new moves from Math Their Way yarsus LT’s word
ring or TT’s hugging routine.

6. Balanced [versus Unbalanccd] division of labor to induce or sustain attentive learning
or study. E.g., FC’s shift to interpreting facts and narratives as putting more responsibility for
arriving at an interpretation on ihe students, in contrast to his previous assignments of arguing
onie or the other side of an issue detined by the teacher; or LT’s numbering system, which
allowed students to share in the identification of property, monitoring line passing behavior, etc.

7. Absorption [yersus localization] of the innovation in the on-going lives of the students.
E.g., LT's word rings worn by the children home and incorporated into home and school games.

8. Expansion [versus Non-Expansion] of the piche which supports or entails learning.
E.g., MP’s and her co-teacher’s involvement of parents in one school day a week around cooking,
which could set the stage for further educational dialogue between parent and child in the home
context of cooking; FC’s requiring use of the university library; LT’s word ring stimulating

instructional interactions at home.
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Conclusions and Discussion

*Conclusions" is too strong a word in the context of a pilot study like this unless we
understand that any conclusions to be drawn are not about knowledge but about next steps in
inquiry: working conclusions. In that light, I conclude that teachers’ indigenous innovations do
constitute a creditable source of educational innovation, worthy of rescarch in its own right.
Teachers in one privileged school and community, and one severely underprivileged school and
community, gave highly specific evidence of innovations in their curricula, their teaching, and
their governance, innovations in considerable numbers and degrees of positive aim and potential
impact. At the very least the findings beg for further inquiry into this local dimension of
educational innovation and improvement. No data were gathered, and no claim is made, related
to students’ resulting achievement, or even to such process variables as time on task. The data
spcak to the issue of potential educational change only, and via change, potential improvement.
When one considers the number of teachers in a school system, however, not to mention the
nation at large, an innovative activity anything like the kind and frequency sampled in these
teachers would add up to much innovation indeed -- and possibly much more innovation, if
support for it were consciously provided. Further, this indigenous source of innovation, so far
as | can tell, has been totally ignored by researchers and school administrators.

Many are quick to conclude, and I was once among them, that because there are no
monetary or other incentives for instructional or curricular change, little or no change is likely.
These data, as positively biased as they may be, show cither that teachers will innovate to
improve their practice without such incentives or that the incentives are there but remain
invisible to those without the right perceptual lenses to sce. The incentives, I think, arg there,
built into the teaching task itself. Teaching everywhere is difficult. Teachers obtain their day-
to-day satisfactions not from monetary rewards, but from clear evidence that they have mastered
this difficult task, evidenced by their visible impact on children’s lcarning, an observation made
upon systematic data analysis by Lortie (Lortie, 1977; 103-106). The more impact on learning,

the more reward. Right there is the incentive: if teachers believe they can have a new, more
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satisfying impact on their students’ learning by using a ncw approach or adding ncw content,
they will do so. But the belief is not something they caa be persuaded of by some outsider who
knows nothing of the actual and local complexitics of the teacher’s gwn classroom. Belief about
what will bave an impact is not general, but specific to the tcacher’s "own” students within ber
or bis own tcaching situation -- own schedule, matcrials, skills, levels of cacrgy, and a host of
other local considerations, including the school principal’s support. If the locally rooted belief
in greater local impact from the New X arises in the tcacher, so too may cncrgy and rcadiness
for trying the New X. And if therc is no New X already made, but the teacher feels dissatisfied
with the results of efforts in X domain, then cnergy and readincss may well be there to invent
an X answer out of whole cloth -- or paper, wirc, and pastc. Like the innovation itself, the
incentive i exter indi , rooted in the teacher’s local teaching. If local,
indigenous innovation does turn out to go on more generally, can we capitalize on it without
destroying its local relevance and its local fit? Can we learn to support teachers’ own cfforts
without introducing constraints against this voluntary innovation? Can we in McLaughlin’s
words “enable,” without requiring or constraining or cajoling or persuading -- without, that is,
turning voluntary, situated problem solving into mere compliance with authority’s wishes or
requirements?

What patterns or phenomena emerged that should be pursued in future rescarch? One
striking finding was Loraine Tims’ prolific innovation. Do teachers new to a grade level and/or
to a school innovate more than others by virtue of the necw sctting and demands? Is there
some hing of a fresh start” phenomenon, in which teachers who change grades to teach
capitalize more than grade-stabilized teachers on the new ideas that arc always being published
in magazines or the new problems that always arise in such fresh starts? K so, voluntary
changes in grades taught become a source of cducational change. Amother striking fact in these
preliminary data is that teachers may obtain ideas from other teachers in congenial tcaching
pairings, like Tims’ and Thompson’s at Washington, but geacrally speaking, they obtain their

innovative solutions on their own, by outright creation, by adoption/adaptation, or from
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personally and voluntarily attended workshops. They appear, like Lortie’s (1977) “Five Towns"
teachers, not to get their ideas from the other teachers in their own buildings. As Lortie (1977,
p. 195) says, "... no arrangement exists for sharing "profits”; cach teacher works alone with bis
[sic] students and earns whatever psychic benefits he can.” Nor did I detect even a hint of
evidence that school administrators had any thoughts about arranging for teachers to talk with
cach other about what they bad learned or were trying out, even when the administrators
themselves bad arranged financial support for workshop atteadance. Future rescarch should
probe not only innovation origins but also the extent to which teachers communicate formally or
informally about their innovations, and if so, how, with what cffects and with what obstacles.

The case of Olive Norris and Nellie Young at the Martinez School is also suggestive.
Here are two congenial women co-teaching under inauspicious circumstances. They do not bave
enough booxs to go around, so have to take the class time of 47 fifth graders to pass books
from one half of the group to the other; they begin co-teaching by planning two or three days
before the opening of school; and cach simultancously begins work on her master’s degree,
taking course work in the evenings and on the week-end. That their co-teaching, which both
regarded as their most significant innovation, is judged to bave zero favorable impact in the
current year perbap: is not surprising under the circumstances. That judgment, too, might have
to bec modified on the basis of a re-visit in the springtime, looking back to the previous
November when they were first interviewed. But it is clear, nonctheless, that even thdugh Mrs.
Percz, their principal, knew about and approved of their co-teaching, she gave no supervisory
support in the form of advice or requircments that the two teachers plan for their co-teaching in
advance; nor could she, in a school that size and in a school system that bureaucratized, be
present to the two teachers on an on-going basis to assist in the transition.

In contrast, a different kind of co-teaching evolved at the Washington School: MK and
her special education partner bad their own sclf-contained classes across the hall from each
other, and took turms reciprocally exchanging cach other’s class for particular subject lessons or

activitics. The co-teaching emerged in parts, directly out of on-going teaching. They never bad
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te wrestle with the complications of two classrooms worth of students in a single classroom.
The Washington pairings never experienced the overload that Young and Norris did in their
combining so many new approaches and activitics simultancously with so little preparation. Are
there optimal and also deleterious levels or combinations of classroom innovations? Should
rescarch on indigenous innovation assess degrees and domains of "overload” as a routine part of
its investigation? Should questions be asked, for example, about the teacher’s teaching burdens,
things that block doing what needs to be done, in order to assess forces counter to innovation
which, if alieviated, could release energies for innovation?

These questions bring me to address needed improvements in this line of rescarch
directly and more generally. One problem that must be solved is the biased sarapling that
comes from recruiting teachers on the basis of thcir doing new things. Is there an interesting,
legitimate inquiry to undertake with teachers that would obtain their informed testimony about
their own classroom work that includes but does not highlight attention to teachers’ reccnt
changes in their teaching? Another problem that must be faced more directly is one brought on
by the teacher’s own constrzing of, or memory for, what “counts” as new. Several teachers
omitted mention of new moves in governance until that domain was probed for, a probe that
came late and only as a result an offhand mention. More systematic probing for the categories
that have now emerged is now appropriate -- probing oniy after, of course, the more open-ended
question, "What's new?" And the "what’s new?" now seeks a wider context within which it can
be embedded. Perhaps the question, "What’s most important in your teaching?”

The whole question of effectiveness also begs improvement. Would it be profitable to
have the teacher, after describing his or her practices, rate each one on a few scalar dimensions:
c.g., from negative to positive impact on (a) attention, (b) icarning, (c) finishing assigned work,
(d) working with others cooperatively? Could teachers, too, give uscful data for each innovation
on the % of the class affected? (Some innovations are important, of course, which are directed
toward one or a few children who have the most difficulty.) At some point, too, it will be

useful to talk to some of the students about how they experience the teacher’s innovations, or
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some selection of them. Finally, the question will persist, what is the actual, randomly sampled,
distribution of indigenous innovation at various grade levels, in various subject matters, and in
various kinds of school? That is, what is the demography of indigenous innovation? I see no
way out of my practice of traveling to the school and interviewing the teacher in his or her
classroom, however, nor do I sec much useful data coming from a method that does not see the
school as a whole as a fundamental unit providing context for classrocm innovation. The fact
that the Washington School principal attends many teachers’ workshops and circulates to his
teachers, as a matter of his own values and conscious strategy, circulars about many more
workshops than he attends is as important to know about Washington teachers as it is to know
that the Martinez principle does not attend such workshops but does have the network
connections and clout to get her school designated as a limited enrollment school, where changes
in incoming enroliment occur at the kipdergarten alone. nowhere clse. Student turnover in some
ncarby schools, schools Martinez teachers earlier taught at, is so great that almost no continuity
in lesson or learning can be attained. At the Martinez School classroom enrollment remains
very stabic both within and across years. It is only by being on the scenc and being open to
school-wide conditions and constraints that one can evaluate innovative possibilities and supports
in a wider sense. A taped interview with the principal has also becn useful, and appropriate
contextual probes must be developed to make them even more informative. This would be but
one part of investigating the ingredients of a piche for indigenous innovaticn and, more
generally, the larger habitat of innovation, both supportive and threatening.

This pilot study has served its purpose: It has begun what looks like a new direction of
research in school improvement by showing that teachers in local circumstances do, indeed,
innovate in substantial and meaningful ways in their classrooms. It has begun to sort specimens
of indigenous innovation into kinds and sources and rough degrees of effectiveness, and has

identified some lines of improving the inquiry itself.
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Notes

1. At the time of writing no test of the reliability of my categories or other assessments has been made.

2. A comment is in order about Tims® unusual ianovativeness. Tims had substitute taught the previous year in a great
variety of settings. Two years before that she had taught eighth grade in a junior high school almost as
impoverished as Wasnington. Teaching first grade in this, ber fourth year of teaching, was a new experience for
her. Further, she had been notified of her teaching appointment at Washington just three days prior to the
opening of school. She found the previous teacher’s materials and plans either missing or not useful. la addition,
since the school district itself was in transition in its curricular planning, no curricular guide had been developed
for the first grade. Finally, Washington's principal was committed to school improvement via teachers’ voluntary
attendance at workshops, some of which he could pay for. He did not consider it his role (or perhaps his
expertise) to instruct Tims in matters curricular or instructional. According to these teachers, he complimented

_ them on prartices he saw engaging students’ activity and basic skill learning. It was not his practice to require
any teacher's attendance at any workshop. Instead, he himself attended between 4 and 7 curricular and instructional
workshops each year, and regularly placed brochures about workshops in his teachers’ mailboxes. Next door to
Tims, Tina Thompson was entering her first year at Washington and her second year in the district. When Tims

appeared at her classroom, therefore, she was confronted with a vacuum. She was on her own immediately: few
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materials, no guides, compliments for her own efforts and encouragement but no definite supervision, and a
colleague at the same grade level who was new to the school and had taught first grade only two years. To all
of this, I must surcly add that Loraine Tims, far from beiag overwbelmed by the vacuum, respoaded to it with

great energy and no small amount of personal creativity. But there may be a lesson worth pursuing in the

conditions leading to Tims' unusual profile of innovation.

3. This was a shift in the way Frank Carroll taught history, 5o is classed as instructional. But it clearly entailed shifts

in the actual coptents of texts read by the students. All instructional shifts entail shifts in curriculum and vice

versa, yet the distinction remains useful and widespread.

4. Again, the ideas and perceptions which these new parent-child activitics brought into the classroom constituted a

curricular chan: +; but the primary emphasis of the teackers in making this shift was to change the relationships

among the parents, their children, the teacher, and schooling to create a wider piche to support schooling.
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